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ABSTRACT
Any institution that does not give students the critical and theoretical frameworks to
understand White supremacy in the United States is an active contributor in the proliferation
of this hegemonic force. White supremacy is a system that produces violence educationally,
socially, politically, environmentally, ontologically, and epistemologically. The study of
Whiteness and White supremacy has been discounted in high school settings for various
reasons. This project seeks to solve this critical issue within the field of secondary education
through the implementation of course that unpacks White supremacy while center Black
history. This course will provide students with a historical framework for understanding
Whiteness and White supremacy over a 400-year period. The main objective of this course
is to allow students to conceptualize through the intense study of Black history in the United
States, the manifestations of Whiteness and White supremacy from its inception and its
present day situatedness.
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Chapter I
INTRODUCTION
Statement of the Problem
White1 supremacy is a global hegemonic force that has historically—and in
contemporary ways—dehumanized people who are conceptually and racially considered
non-White, fragmenting the relationships of BIPOC2 [ Black, Indigenous, and People of
Color] to land, water, education, social-emotional well-being, opportunity to life chances,
health, and much more. Jésus et al. (2019, as cited in Bonds and Inglewood 2016) notes
global White supremacy points to a connected set of relations and logics that emerge at
particular moments, in varying contexts, and that persistently endure “through spectacular
and mundane violences that reaffirm empire and the economic, social, cultural, and
political power” while continuing to uphold, globally, the dominant position of Whiteness
(p. 721). This what I term, the White grenade, a 400+-year project that reconstitutes itself
to fit the present-day social order, that remolds itself into institutions and practices
considered impartial, and resuscitates itself primarily in school settings. Just like a grenade

Editorial note: in adherence with the style guide of the American Psychological Association, 7th
edition, I capitalize all racial groups in this field project, including Black, White and Indigenous.
There has been general consensus for the capitalization of the "B" in "Black" with more debates
around the term "White" versus "White." As scholar Eve L. Ewing writes (see here): "Language and
racial categories have some important things in common: They are fluid, they are inherently
political, and they are a socially constructed set of shared norms that are constantly in flux as our
beliefs and circumstances change." (Editorial note sourced from the International Journal for
Human Rights Education, see here).
1

2

BIPOC stands for Black, Indigenous and People of Color.
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in war, the White grenade has the same structure and functions. The grenade must be
triggered by pulling the pin or detonator. The triggering process involves someone
consciously or unconsciously pulling the trigger (an act of racism) and launching/bringing
the grenade into a particular space. The detonation process happens in a space where
Whiteness goes unchecked or is preserved. As a result of this preservation, the grenade
explodes. The fragmentation process of the White grenade permeates every area of society
with vestiges of White supremacy.
White grenades can be deployed by both White and non-White people. The White
grenade can also be deployed by institutions. Non-White people throw White grenades as a
result of anti-Blackness and internalized racism. The impact of the White grenade writ
large has insurmountable consequences. The deployment of the particular bomb is
airborne. As a result, the outcomes of laws, policies, educational outcomes, approaches to
land, climate, and housing all fall victim to White domination. Stutts (2020, as cited in
Ansley, 1989) writes:
By White supremacy I do not mean to allude only to the self-conscious racism of
White supremacist hate groups. I refer instead to a political, social, economic, and
cultural system in which Whites overwhelmingly control power and material
resources, conscious and un-conscious ideas of White superiority and entitlement
are widespread, and relations of White dominance and non-White subordination are
daily reenacted across a broad array of institutions and social settings. (p. 1024)

The ways in which White supremacy engenders and permeates spaces is volatile and very
dangerous phenomenon. Stutts (2020) articulates White supremacy as a formidable force
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that interlocks at the intersection of multiple institutions that affect outcomes for people in
general but specifically for BIPOC people.
The White grenade acts as an unseen formidable force that supports exclusion and
the lack of diversity. I argue, the White grenade is most deployed in three significant areas
of human life: (1) the justice system, (2) schooling, and (3) policing. The legal system has
historically until the present-day used White supremacy and Whiteness to justify the
extrajudicial killings of Black bodies by police officers, the creation of racial capitalism, and
the carceral state (Alexander, 2010; Robinson, 2000; Taylor; 2016,). The education system
continues to center, crystallize, and cement White ideals, history, common customs, and
respectability politics within school settings (Brown & Brown, 2021). The education
system and the societal system has created an anti-Black epistemology that governs the
ways in which police relate to, respond to, and seek to control Black bodies.
The impact of White supremacy as a global force has affected people conceptually,
legally, and racially considered White just as much as it has affected BIPOC. Bonds et al.
(2016) note a focus on White supremacy thus highlights both the social condition of
Whiteness, including the unearned assets afforded to White people, as well the processes,
structures, and historical foundations upon which these privileges rest (p. 6).
While White supremacy is as pervasive and ubiquitous as the air we breathe, I am
particularly interested in the ways in which the school setting is the place where White
supremacy is the most operationalized. White supremacy is intertwined within every level
of a school setting: the student level, the classroom setting, the lunchroom setting, teacher
to student relationships, professional development, staff to administrative relationships,
engagement with families, and institutional messages and policies.
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The impact of White supremacy in school settings is a dismaying and excruciating
reality for Black youth. Individuals who belong to historically stigmatized racial groups are
at increased risks of experiencing negative events related to racism (Major et al., 2002).
The consequences of racism in the school setting can be racially exhausting and
psychologically taxing for BIPOC educators and students alike (Arday, 2019; Huber et al.,
2015; Puwar 2004). Anderson et al., (2019) noted for Black youth in particular, the
negative physical, psychological, physiological, and academic effects of racism include
traumatic symptoms (e.g., hyper-vigilance about potential acts of racism), diminished selfesteem, symptoms of depression, impaired academic self-concepts, decreased school
engagement, and lower academic performance. Fields (2014) notes race-related stress is
the direct result of chronic and continuous exposure to racist events and interactions (p.
24). This is not the same for White students and faculty and staff. According to DiAngelo
(2016), “Because race is constructed as residing in people of color, Whites don’t bear the
social burden of race” (p. 62). The need for examining Whiteness, White supremacy, and
institutional racism is pertinent for re-centering racial justice inside of high school settings.
Any institution, school, or professional development space that does not critique or
thoroughly examination White supremacy tacitly supports the proliferation of Whiteness in
that very same context.
The age of neoliberal colorblindness presents serious challenges if Whiteness
sustains its invisibility in White dominated spaces. Can we prepare our youth to be social
justice advocates and dismantle White supremacy culture in and beyond the high school
setting if there is no place to deliberate about (1) what Whiteness is, (2) how it was
created, (3) how students have internalized it?
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Purpose of the Project
The purpose of this project was to create a high school course on White supremacy
and Black History in the United States in order to equip students with racial and systemic
literacy tools and theoretical frameworks for becoming agents of change. This course has
been designed with a problem-posing pedagogical framework that fosters a horizontal
approach welcoming student participation as free thinkers and actors within their world,
with an eye toward the development of critical thought (Davis, 2019). This course will
include a geographical community mapping aspect where students will examine,
contextualize, and locate the inception of Whiteness, how it has been remolded, reshaped,
and permeates inside the school and/or inside of their neighborhood. White supremacy
determines who and what is important in the world (Donzono, 2020). The course will take
a three-pronged approach to understanding White supremacy: namely, through the context
of geography, education, and law. The intended audience is high school students and
educators to critically examine White supremacy in the United States and use that analysis
to approach institutional changes and community action. By taking a participatory course
as the one proposed in this field project, students will have the opportunity to understand
how laws have created, maintained, and cemented inequality and disenfranchisement.
Students can build on the foundation they have as it relates to ensuring and protecting
human and civil rights outlined in the United States Constitution and Universal Declaration
of Human Rights. This course engages students where they are, pushes them intellectually
and conceptually, and as a result, invites students to get involved with local organizations
and grassroots movements trying to achieve racial justice and equity.
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Teachers teaching a course on White supremacy and Black history in the United
States can interrupt and extinguish implicit and deliberate biases educators have towards
non-White students. Picower (2009) argues the tools of Whiteness are operationalized by
White educators in three mediums: (1) the emotional medium, (2) through ideological
tools, and (3) the performative medium. Picower (2009) builds on the work of Eduardo
Bonilla-Silva (2006) on the central frames of color blindness. According to Bonilla-Silva
(2006), the fourth frame of color blindness is the minimization of racism “which suggests
discrimination is no longer a central factor affecting minorities’ life chances” (p. 29). The
course using a Critical Race Theory lens will be pivotal for educators as this class will (a)
flatten the vertical relationship between teachers and students and (b) create a horizontal
space where both teachers and students are examiners of both White supremacy at-large,
and the extent to which White supremacy has been internalized and absorbed.

Researcher Positionality
The world told me and continues to tell me I am a Black man in a world dominated
by White supremacy; a world wherein White people control and extend their hegemonic
force on every area of human activity; a world that suppresses and nullifies my experience
as a Black man as peripheral while centering White lives, White bodies, and White lies.
Racism is a White grenade that fragments every facet of life for BIPOC to various degrees to
withstand, underpin, reshape, and reify White supremacy. I grew up in the Overbrook Park
section of West Philadelphia, a middle-class neighborhood in the hood. As a result of this
geography, I grew up having Black friends and attending all-Black schools. To that extent
the majority of my teachers were Black, even the principals were Black. I do not recall
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having a transformative curriculum around Blackness during my elementary, middle
school, or high school years. I do remember during my childhood we would start the school
year talking about making AYP. AYP is known as “adequate yearly progress”; AYP was a
centerpiece in the No Child Left Behind Act first passed in 2001 that instituted high-stakes
testing and national benchmarks upon which certain funding for schools was conditioned.
Insofar as learning about Black history, Blackness was caught in the underbelly of
assessments and test scores.
My mother as my first teacher taught me things that formed my understanding of
Blackness as a child. I love my mother dearly and she is my hero. My mother throughout
her life has been able to transcend obstacles in the work space, receiving huge promotions,
pay raises, and has always bought luxurious things. While this is what others consider
achievements to aspire to, I believe it precluded my mother from understanding how she
was still a Black woman and that her individual success does not exempt her from dealing
with racism. As a result of my mother’s experiences in her life and interactions with White
people in her various work spaces, she often told me, “Racism is a thing of the past, and
White people have not been racist to me.” She would also include, “The White people at my
job love me, they treat me very nice.” There’s a lot to unpack here but the point of emphasis
is that my mother has very light skin for a Black woman and this offers her spatial and
racial privilege. The era my mother grew up in was the era of perceived meritocracy. I
presume my mother believed that if you work hard it would allow you to transcend the old
and new forms of racism in the United States. I was also taught I needed to be careful
outside because “those boys will take your nice things because they are jealous because of
your nice things.” While I still find this to be partially true based on my experience growing
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up in the inner-city, I am particularly interested in what was not said. If we had lived in a
predominantly White community, would the same messages have been conveyed? What
did my mom internalize and understand about Blackness? What did my mom internalize
about Whiteness? My mother’s experience through her navigation of race had an impact on
my racial formation.
I attended (THE) Pennsylvania State University where I majored in African
American Studies. The training and racial formation in the African American Studies
department at Penn State University was radical, emancipatory, and liberatory. I began to
understand the lies of America. I understood I was not responsible for why my
neighborhood looked the way it did; I was not responsible for the conditions White people
put Black people and other people of color in; and I was not responsible for the effects of
colonialism and slavery. My mom grew up telling me to protect my things because guys in
the neighborhood would rob me. But White people have been robbing me all my life. White
people have been robbing Black people of peace, humanity, freedom, good education, life
chances, as well as a relationship with the sun, the earth, water, and more.
Given the experiences of my life and what I have been taught by White supremacy
and the world, race will always reign supreme in every level of society. Race is cemented in
everything we do, how we think, how we approach our work, how we theorize about the
world, and how we approach decision making in most contexts (Crenshaw, 2002; Delgado,
1995; Ladson-Billings, 1998; Tate, 1995). Race matters because the world was built on
racism and the “othering” of people of color for the proliferation of our racial capitalistic
society. We cannot separate race when it is convenient; when we become fragile when
racialized instances present themselves; nor when we no longer want to deal with it
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because it is complicated. The duality of race and racism presents us with challenges
beyond our locus of control. Both are reinforced by each other and are manifested through
the five faces of racism: internalized, cultural, institutional, interpersonal, and systemic
(DiAngelo, 2012; Ladson-Billings, 2009; Loewen, 1995; Solomon et al., 2019; Sue, 2010). I
define racism as a modality of power that subjugates, dehumanizes, and suppresses the
potential life chances for people conceptually and institutionally considered non-White.

Theoretical Framework: Critical Race Theory
Crenshaw et al. (1995) note that Critical Race Theory challenges the ways in which
race and racial power are constructed and represented in American legal culture and, more
generally, in American society as a whole (p. xiii). Critical Race Theory asks us to critically
examine the ways in which race is created, how people are racialized, and how it creates
space to disrupt colorblind approaches to social justice and institutional change. Critical
Race Theory is an extension of where Critical Legal Studies (CLS) failed to reach. While
Critical Legal Studies focused on the ways in which the law and unequal power dynamics
worked, it failed to center and emphasize the impact of race and racism. Historically, CRT
began to formulate a discourse that focused on issues of race and racism in the law
(Crenshaw, 2002; Tate, 1997; Bell, 1980). In the same way, education scholars began to
formulate a critique of race and racism in education (Crenshaw, 2002; Ladson-Billings,
1998; Tate, 1997). While the inception of Critical Race Theory focused on race caught in the
underbelly of law, CRT theory has also been used to examine the ways in which race and
racism function in education and educational settings. There are five major tenets of CRT:
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(1)

The notion that racism is ordinary and not aberrational, which refers to

assumptions of White superiority are so ingrained in political, legal, and educational
structures that they are almost unrecognizable (Delgado, 1995).
(2) The idea of an interest convergence, which Bell (1980) defines as the interest of
Blacks in gaining racial equality have been accommodated only when they have converged
with the interests of powerful Whites.
(3) The social construction of race which means race is a construction cemented by
thoughts, actions, and relations of power not based on biological traits. Instead “races are
categories that society invents, manipulates, or retires when convenient” (Delgado &
Stefancic, 2012, p. 8).
(4) The idea of storytelling and counter-storytelling which refers to the ways in
which scholars and everyday people reject and dismantle the dominant narrative in society
by telling the true account of experiences in relation to marginalization (Solórzano & Yosso,
2002).
(5) The notion that Whites have actually been recipients of civil rights legislation.
Drawing on the previous tenet, Tate et.al, as cited in Dixson and Rousseau (2006), stated
the following regarding Brown v. Board of Education:
Brown failed to substantively improve the education of African American
students because it represented a restrictive rather than expansive view of
equality. What was needed was a vision of education that challenged the
fundamental structure of schools that reproduced the same inequitable social
hierarchies that existed in society. That the Brown decision failed to disrupt these
structures is evidenced in the enduring inequities in the educational system. (p. 45)

16

In summary, a theoretical framework using a Critical Race Theory allows space to
create an emancipatory and liberatory curriculum that calls White supremacy in and out,
that humanizes the experiences of Black people, and that positions students to challenge
systems and power structures that diminish their racial identity and deny them life
chances. Further, the course I have developed in this field project utilizing a CRT lens,
allows space for White students to wrestle and come to terms with what it means to be
White as an identity, as a verb, and as Dr. Bettina Love (2019) calls, as an ally.

Methodology
This field project will be based on narrative research informed by Critical Race
Theory. The methods used will include an individual interviews of 6 self-identified Black
students who attend predominantly White high schools in San Francisco. The data gathered
were organized in order create a course on White Supremacy and Black History in the
United States that I argue should be required for all students, as a step towards racial
justice. The information also shed light on importance of centering black voices, themes of
learning about social justice and movements, and learning about rights.

Significance of Project
This field project may hold significance for teachers, students, school
administrators, and parents since it benefits schools moving towards diversifying the
school curriculum. High school students find space to think about how they have come to
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understand their race and their proximity to Whiteness, and how systems and even they
themselves perpetuate White supremacy. It is my hope that schools adopt this course as
the first step to recenter racial justice in a White-dominated school setting. Finally, I hope
this course gives schools assistance in identifying particular time periods in United States
history where White supremacy was very bold and transparent, and other epochs where
White supremacy transformed into colorblindness and neoliberalism. If this problem is not
resolved, if Whiteness is not centered as an area of study for racial justice and human
rights, we will continue to perpetuate systems that exclude and disadvantage Black
students in terms of access and educational outcomes. There is so much at stake if White
supremacy prevails. The school-to-prison pipeline will have its dust and mold off the pipe
removed to find novel ways to continue over-policing Black bodies. Schools will continue to
racialize students of color when convenient for advertising purposes. Police will continue
to deny Black bodies due process before the law and disregard their right to life. Black
students will continue to be used for their athletic abilities (especially as they bring in
attention and donor dollars) over their academic and intellectual gifts. Confederate flags
will still stand in the name of heritage, neo-Nazis will continue to spew nativism on stolen
land, and our legal system will continue to promote colorblindness. We have an
opportunity as scholar activists, as organizers, as human rights educators to stand on the
justice side of history. The side of love, of gratitude, of humanity. The extent to which we—
as Ross (2020) articulates—call out and call-in Whiteness and dismantle systematic and
ideological oppression—will create new spaces of transformative possibility.
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CHAPTER II
REVIEW OF THE LITERATURE
Introduction
Black students’ educational outcomes are largely impacted by the proliferation of
racism in school settings, including the unequitable distribution of funding which is a
product of institutional racism, and to this extent, the educational achievement gap is
continuously solidified (Hillard, 2003). To fully grasp the extent to which educational
achievement gaps are revealed, sustained, and reified, it is important to critically engage
educators and administrators about the function and maintenance of racism and White
supremacy in schools. Racism negatively affects the quality of teacher-student
relationships (Carter, 1992). Scholars in the field have noted that deficit thinking by White
teachers is one of the most powerful forces working against students of color (Douglas et
al., 2008; Hale, 2001; Milner, 2006; Thompson, 2004). Hale (2001) supported this
theoretical assumption by stating that “inferior educational outcomes are tolerated for
African American children day in and day out, in inner-city, suburban, and private school
settings” (p. 56).
Racism—and its interlocking systems—are deployed in ways that devalue the
epistemology and ontology of Black students, validates anti-Blackness in school practices,
and exponentially increases the adverse social-psychological and academic outcomes for
Black youth. A culture of White supremacy that heavily permeates a school setting is a
formidable phenomenon. A force that humanizes, values, appreciates and confirms for one
racial group classified and considered White, and dehumanizes, degrades, petrifies, and
vilifies racial groups classified and considered non-White. This harmful force is ingested
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into everyone that occupies a school space. As a result, the performance of White
supremacy is vested not only in school decision-making processes and classroom teachers,
but also in student-to-student interactions. The impact on Black students looms large.
Black students’ educational and social outcomes are impacted by the proliferation of
macro-and micro aggressions from non-Black students, classroom instruction that
strategically peripheralizes Black history, and educators who do not address instances of
racism (Sue 2010; Fields 2014; Arday 2018; Ojuola 2020). The impact of macroaggressions and micro-aggressions have long term impacts on Black students’
psychological, social, and academic well-being (Sue, 2010). For this reason, it is important
to give educators the tools and resources to minimize the opportunity zones for racism to
prevail.
Classroom educators and support staff need racial literacy, anti-racist training, and
professional development that prioritize the racial safety and space. Classroom educators
also need resources and praxis to decolonize their curriculum to not only recenter
marginalized communities, but also orient students to direct their attention and activism to
communities that have been the epicenter of state violence, White supremacy, and an ongoing violation of human rights. Administrators are the gatekeepers for this process to take
place over time and space. This change process must be ethically and morally aligned with
a school’s mission statement. For this reason, the interventions implemented in White
dominated high school settings will often seek to aid in the minimization of the racism in
such settings, further diminishing the academic and social outcomes for Black students in
these spaces.
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The claim for this literature review is that building a curriculum through a Critical
Race Theory lens is a powerful way to dismantle White supremacy and bolster the
academic performance of Black students in high schools. The reasons include giving
educators a thorough and well-articulated understanding of racism—its historical
situatedness—and its contemporary residues on society. As a result of racism being a
ubiquitous phenomenon, racism has permeated schools in the United States as well. The
benefits of White privilege have obscured the extenuating damage people of color in the
United States have faced at the hands of institutional racism and White supremacy. As a
result of long decades of fighting for justice, human rights, equality, and equity, the general
consensus around the United States was racism was no longer an issue and the race
problem was solved (Kunda, 2019). As a result of this quasi-national propensity to
minimize and disregard racism, a novel epoch of White supremacy emerged that continues
in the present-day— neoliberal colorblindness. Neoliberal colorblindness is responsible for
the continuance of unpromising academic and social outcomes for Black students in
schools. In conclusion, one step in this process to minimize the impact of White supremacy
in schools is creating a Black history course while simultaneously intertwining the history
and proliferation of White supremacy in the United States and its implications on
contemporary society.

Race and Racism
This field project proposes the use of Critical Race Theory to support the structural
and cultural analyses of school settings. In order to achieve this particular outcome, it is
incumbent to define race, racism, and the tenets of Critical Race Theory within the context
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of a school setting. Race, as Omi and Winant (2015) argue, is a social construct. It is used to
categorize people conceptually and physically in an effort to organize whose life is worth
violating and whose life is worth protecting. A modality of power, race is implicated in
every level of society and therefore racism remains central and inherent to American
society, and by extension, the American educational system (Ladson-Billings & Tate, 1998).
Rose (2020) furthers this point by stating how racism is a system that advantages White
people and produces adverse outcomes for people of color. Omi and Winant describe race
as a master category – a fundamental concept that has profoundly shaped and continues to
shape, the history, polity, economy, structure and culture of the United States (p. 106). This
articulation of race centers race as a verb and as a phenomenon that shifts our focus to how
racism becomes woven into different systems and structures in the United States. Part and
parcel of this construction of race breeds racism. Lani Guiner (2004) defines racism as the
maintenance of, and acquiescence to, racialized hierarchies governing resource distribution
(p. 98). To expand this definition, racism produces and resuscitates itself in various forms:
internalized, systemic, cultural, institutional, and interpersonal. Racism is based on the
assertion of White supremacy (Keisch, 2015; Goodman, 2005; Lusca, 2008; Moses, 2004;
Ortiz, 2013; Wells, 2013).

The impact of internalized racism is not a new phenomenon. Internalized racism is
not something that happens over a particular time and space where systems of hierarchical
and vertical domination have taken place. While internalized racism impacts BIPOC [Black,
Indigenous, and People of Color] students socially, economically, academically, spiritually,
spatially, and politically, there are also psychological, and health implications as well. The

22

U.S. Surgeon General noted that internalized racism is an important pathway through
which racial oppression causes psychological and physical harm to peoples of color (U.S.
Department of Health and Human Services, 2001). As of 2020, according to the American
Public Health Association, 28 states in the United States have declared racism a public
health crisis. Pyke (2010) argues internalized racial oppression may be defined as “the
individual inculcation of the racist stereotypes, values, images, and ideologies perpetuated
by the White dominant society about one's racial group, leading to feelings of self‐doubt,
disgust, and disrespect for one's race and/or oneself” (p. 553). The media has a precise role
in the way information is disseminated to the world about who people are and how much
they should be valued. The media—through various forms—shows whose life is worth
protecting and whose life is disposable. The media controls the ways in which people ingest
and digest information and social cues about White people and BIPOC. Tatum (2017)
supports this claim and argues that internalized racism is the internalization of
stereotypical categories about their own group to some degree (p. 86). While internalized
racism is the form of racism with the closest proximity, it is not the most impactful one writ
large.

Institutional Racism
Institutional racism is another card in the deck of White supremacy. I would argue
that institutional racism gives birth to internalized racism at the outset. DiAngelo (2014, as
cited in Hillard 1992) notes Whiteness scholars define racism as encompassing economic,
political, social, and cultural structures, actions, and beliefs that systematize and
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perpetuate an unequal distribution of privileges, resources and power between White
people and people of color (p. 56). Similarly, Omi and Winant (2017) argue racial projects
are an interpretation, representation, or explanation of racial identities and meanings, and
an effort to organize and distribute economic, political, and cultural resources along racial
lines (p.125). However, on the other hand, a racist racial project is a project that creates or
reproduces structures of domination based on racial significations and identities (ibid).
Nieto (1996) made this similar point two decades prior looking at how power is the central
focus point in understanding institutional racism (p. 37). Donaldson (1996) argues this
power is reflected in entrenched policies and practices; biased curriculum; standardized
testing, ability grouping disproportionate suspension, detention, and expulsion; and
inadequate school funding (p. 15). To this extent, because of the sanitized school
curriculum, students have no reference point for seeing how the problem on the world and
United States terrain are manifested and take place right before their eyes at school.
Schools consciously silence students in an effort to disable them from naming racism in
their schools. As a result, students are subjected to racism everyday they walk into a
classroom and have yet to recognize or name racism because the educational inequalities
they experience are explained by the internalizations of the forces of domination within
themselves [what Bourdieu and Passeron (1977) refer to as the habitus].

Internalized Racism
Huber et al. (2006) argue internalized racism describes the conscious and
unconscious acceptance of a racial hierarchy where Whites are consistently ranked above
people of color (p. 183). This is not a new phenomenon but rather a by-product of slavery
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and systematic White supremacy. Carter G. Woodson, the father of Black History Month, in
the early 1930s in his magnus opus The Miseducation of the Negro, explicated the damage of
internalized racism. Woodson (1933) notes:
The same educational process which inspires and stimulates the oppressor with the
thought that he is everything and has accomplished everything worthwhile,
depresses and crushes at the same time the spark of genius in the Negro by making
him feel that his race does not amount to much and never will measure up to the
standards of other people, the "educated Negro" is compelled to live and move
among his own people whom he has been taught to despise. As a rule, therefore, the
"educated Negro" prefers to buy his food from a White grocer because he has been
taught that the Negro is not clean. It does not matter how often a Negro washes his
hands, then, he cannot clean them, and it does not matter how often a White man
uses his hands he cannot soil them. (p. 7)
What Woodson (1993) is alluding to here is the deep extent to which White
supremacy is internalized by Black people. The same issues that were prevalent in the
1930s remain present in the 21st century. Huber et al. (2016) argued that the constant
bombardment of messages embedded in curriculum about the superiority of Whites and
the inferiority of non-Whites (which can be explicit or implicit) can indoctrinate students
about their placement on the racial hierarchy in relation to their race (p. 193). This does
not happen by happenstance, but rather deliberately through the institutional forces at
work. While teachers are also responsible for the onslaught of educational racism, the state
reinforces this phenomenon. Huber et al. (2016) found significant issues with the California
State Standards related to education. As it relates to Black history in the United States:
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African Americans are referenced twenty-four times in the U.S. History Standards. In
the twenty-four times African Americans appear in the standards, they are
considered overwhelmingly within the topics of slavery or civil rights. This
dichotomous constraint presents African Americans as merely oppressed chattel
slaves or as non-violent Civil Rights protestors. They are not accurately represented
as a complex cultural group. The standards in no way capture the realities,
complexities, pre-slave histories, or African American contributions to the U.S. Such
representations can lead African American students to subscribe to a belief in the
inferiority of their racial and cultural group. (p. 194)
The dearth of awareness of Black history, excluding gains won post-slavery and in
the civil rights movement, declares the ways in which Black students are subjected to
internalized Blackness, and that it must be associated with struggle. The lack of curricular
examples of how Black people have contributed to art, law, American culture, science,
health, wellness, entertainment, and modern society at large, serves as a socio-intellectual
tool to suppress and undermine Black creativity and intellectualism. The commitment of
epistemological and ontological warfare on Black students is an everyday phenomenon in a
world where White supremacy reigns supreme. If school curriculums only display
palatable Black leaders and movements, Black students, in turn, are presumed to believe
the only way to achieve human and civil rights in the United States is by virtue of
respectability politics and racial assimilation. This, as a result, creates a conduit for Black
students to begin –if not already started—the racial erasure process to become worthy of
respect and dignity in the United States.
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Racism in Schools
Racism is the creation or maintenance of a racial hierarchy, supported through
institutional power (Solórzano et al., 2002). This is manifested in many ways. Apple (1999)
points out the racial biases inherent in what appears to be neutral truth in curriculum
(Castenell & Pinar, 1993). Choi (2008 , as cited in Scheurich and Young, 1997) asserts that
current constructions of race are a product of the paradigm of mainstream social science,
which is based on the epistemological foundation of White-based modernistic inquiry. As a
result, school curriculums reflect the extent to which Black students are supposed to
understand their life chances and their history. Most school curriculums glorify Black
struggles without connecting it to state sanctioned violence and racism. Ojuola (2020, as
cited in Schneider et al., 1992) found that Black students in predominantly White private
schools are often perceived more negatively by their teachers in regards to their academic
performance or classroom behavior, even when there is no measurable difference between
performance and behavior between them and those of other races (p. 11).

Neoliberalism, Colorblindness and Anti-Blackness
Kohli et al. (2017) noted that neoliberal-driven policies exacerbate the racialization and
racism communities of Color endure in K–12 education through issues such as testing,
school choice, charter school development, and a divestment from public education (Buras,
2009; Gay, 2007; Prins, 2007). These changes shift the way we understand how Black
students are impacted by racism in school settings. Wells (2014) argued that
U.S. education policy augments color-blindness:
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The two central educational reforms of the last few decades – the
standards/accountability movement and free-market school choice policies – have
both been framed as outcome-based solutions to the racial achievement gap without
directly addressing any societal or educational issues related to race… NCLB…is,
quite simply, a reflection of the most popular “colorblind” approach to addressing
racial disparities in education: Ignore stark racial inequality when implementing
policies and then bemoan vivid racial inequalities in educational outcomes (p. 1).
Brown et al., (2012) furthers this point by arguing how the dominant narrative focuses on
the individual rather than centering the institution that made these inequities possible
from its inception. Fields et al. (2012) notes the shorthand transforms racism—something
an aggressor does—into race—something the target is. This creates a facade and allows
institutions to avoid responsibility of perpetuating racism.
Apart of this neoliberal process is color blindness. Rist (1974, as cited in Romm,
2010) defines the color-blind perspective as a point of view which sees racial and ethnic
group membership as irrelevant to the way individuals are treated (p. 232). Colorblindness
reduces any visible racism to the actions of a few ignorant individuals (Hardie & Tyson,
2013). This allows systemic mechanisms of racism (e.g., tracking, curriculum, student
surveillance) to be ignored as explanations for racial inequality and replaced by individualbased rationales (Kohli et al., 2017). Rosenberg (2004) argues colorblindness allows
people to deny that race has consequences for a person’s status and well-being (p. 257).
Bonilla- Silva (2006) furthers this point, stating that colorblind racism is racism without
racists. The system has been set up for people to believe we live in a post-racial society, but
in fact, we live in very racist society despite perceived gains from the civil rights movement.
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Some people in the world have what stand-up comedian, Paul Mooney argues (2002) “the
complexion for the protection from the collection” (Mooney, 2002)
Bonilla-Silva (2006) further illustrates this point:
Much as Jim Crow racism served as the glue for defending a brutal and overt system
of racial oppression in the pre-Civil Rights era, color-blind racism serves today as
the ideological armor for a covert and institutionalized system in the post-Civil
Rights era. And the beauty of this new ideology is that it aids in the maintenance of
White privilege without fanfare, without naming those who it subjects and those
who it rewards. (pp. 3–4)
Bonilla Silva’s (2006) point is very clear: the same system that permitted racism during Jim
Crow serves the same function in contemporary society with color-blind ideology. The
large context for this deep profound conclusion is examining how are present day system
still inadvertently targets BIPOC people without naming race within legal and institutional
measures. It important to note while Bonilla Silva’s (2006) color-blind ideology has been
widely used by scholars and in educational settings, Annamma et al., (2017), goes makes
the shift from color-blindness to color evasiveness. Annamma et al., (2017) articulates this
as an expansive racial ideology, resists positioning people with disabilities as problematic
as it does not partake in dis/ability as a metaphor for undesired (p. 153). To that extent,
naming this racial ideology as color-evasiveness, we demonstrate the social construction of
race and ability while simultaneously confronting the social and material consequences of
racism and ableism (p. 154).
Carlson (2004) supports this point in his earlier work noting Whites can render race
a nonfactor, thereby convincing themselves that nothing more stands in the way of equality
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of opportunity (p. 304). Colorblindness presents the world with many challenges when
addressing structural and institutional violence against BIPOC people, the impacts is
further concern for these groups especially Black students.

The Impact of Racism on Black Students’ Academic and Social Engagement Outcomes
The impact of racism exacerbates the academic and psychological outcomes for
Black students in school settings (Chavous et al. 2008; Cogburn et al. 2011; Fisher et al.
2000; Wong et al. 2003). Black students’ academic performance is in a myriad of ways.
Huber et. al. (2016) posits that:
racism in schools consistently transmits the message that individuals who are nonWhite are intellectually inferior to those who are White. Theoretically, Students of
Color are plagued with internalized racism and can develop an inferiority complex
in relation to their academic pursuits, and therefore can negatively perceive what
they are capable of achieving and academically underachieve. (p.19)
The impact of an inferiority complex on Black students has lingering effects on how Black
students show up in academic spaces. Black students often suppress their intellectual gifts
and articulation out of fear of being singled out or being seen as trying to act White.
To this extent, Black students’ epistemology and ontology is disrupted by the
onslaught of White supremacy within the curriculum. Dozono (2020) contends:
epistemic violence refers to the harm done when educators privilege certain bodies
of knowledge as the norm and universal, in turn disregarding other bodies of
knowledge as insufficient or illegitimate. By presenting White European ways of
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knowing and being as universal and superior, educators conduct epistemic violence.
(p. 5)
This, in turn, reorients the ways in which Black students come to understand themselves
within the context of history, time and space. Brown and Brown (2020) argue students are
expected to acquire this knowledge and then show evidence of its acquisition through the
use of standardized tests. Thus, knowledge in school curriculums holds a powerful
hegemonic force for Black students (p. 74). As a result of this epistemological and
hegemonic violence, a conduit for self-conceptual violence emerges. Whereas all selfconceptual violence has ongoing effects on Black bodies, acting White is the most
penetrating form of internalized racism Black students can process and thus project onto
each other.
Acting White
A challenge for Black students in school settings is the notion of “acting White.” This
phenomenon of ‘acting White’ is well-documented in the academic research community
(Fordham, 1996; Fordam et al., 1986). Researchers indicate that one of the most
detrimental claims a Black student can project at another Black student is the “acting White
accusation” (Neal-Barnett et al., 2010, p. 103). This is manifested in many different ways
between Black students. This can be deployed through speaking style, academic
performance, sports students participate in, and Black students’ measurement of Blackness
amongst each other (Durkee et al., 2015; Horvat et al., 2006; Neal-Barnett et al., 2010;).
Black students’ epistemological understanding of both Blackness and Whiteness is terrain
that is negotiated often amongst each other. Ogbu’s (1992) notion of “cultural inversion”
speaks to the rejection of certain forms of behaviors, events, symbols, and meanings by
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involuntary minorities because they are characterized as White (p. 8). As perplex as this
problem is, it has very little to do with wanting to be White but more to do with what it
means to be Black and the binary distinction between the two (Davis et al., 2019).
In summary, research has shown the damage Black students in predominantly
White schools suffer from due to the impact of racism. Racism, a public health issue, must
be dismantled for academic and social success for Black students. This body of literature is
important because, along with previous sections of this literature review, it justifies the
claim that a course on how Whiteness is constructed in the United States is a powerful
educational tool for the dismantling of White supremacy in school settings.
Summary
This literature review has argued that recentering racial justice in high school
classrooms is a critical step toward the minimization of racism in schools and the
augmentation of academic and social success for Black students in pre-dominantly White
schools. Scholarship on race, racism and education framed through a Critical Race Theory
lens, provides the foundation for this field project by stating that: a) Critical Race Theory is
necessary and imminent when examining school power structures; b) racism in school
settings is still very prominent in the 21st century; and (c) racism impacts academic, social,
and psychological outcomes for Black students. With my project, I articulate the best
practices for schools to minimize racism and microaggressions by creating a high school
course on White supremacy, Whiteness, and institutional racism.
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Chapter III
The Project and Its Development
Description of the Project
This field project is designed to help center Black history in high school curricula
and graduation requirements. Given the founding of the U.S. in genocide, settler colonialism
and the transatlantic slave trade, there cannot be a separation of Black history and U.S.
history. Both are coterminous and mutually inclusive given their historical situatedness.
This project will fill a gap in secondary curricula in the Bay Area by implementing a
curriculum specifically highlighting Black history and White supremacy in the U.S. as it
relates to institutional racism, slavery, power, agency, and resiliency. Through my personal
experience in Bay Area schools, Black history has been strategically rejected in school
settings. Through various methods, the erasure of Black history in course curricula is part
and parcel of how systems of power and color-blind racism sustain itself. As a result of
misinformation, this course will move students beyond ahistorical reference points. Rather,
this course will give students the critical understanding that history is not just a singular
event but rather an on-going cycle of interlocking system that threatens the very existence
of Black people in the United States.
The main objective of this project is to assist schools and teachers in centering Black
history in the school curriculum as an A-G requirement3 as well as a school graduation
requirement. This course looks at the meanings of slavery and freedom from the 17th

The A-G / College Entrance Requirements are a sequence of high school courses that students
must complete (with a grade of C or better) to be minimally eligible for admission to the University
of California (UC) and California State University (CSU). They represent the basic level of academic
preparation that high school students should achieve to undertake university work.
3
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century through the Civil War. Additionally—after that epoch—this course looks at the
meaning of freedom for Black people in the United States in the face of White supremacy
following the civil war through the Jim Crow era. Students in this course will learn and
critique laws that are central to the rise of racial capitalism, White supremacy, and the
denial of freedom to Black people. To that extent, this course teaches students how to
identify institutional racism and state violence through a myriad of ways that sustain
power, exclusion, and inequity. This course is primarily focused on Black history through
time and space in the United States, while simultaneously teaching students about human
rights, environment racism, political literacy and agency, White supremacy codified in law,
educational racism, structural violence, and neoliberalism.
Development of the Project
I moved to the Bay Area in 2018, following my graduation from The Pennsylvania
State University. I was a student in the radical African American Studies Department from
2014 – 2018. Upon my move to California, I accepted a job as a 5th Grade English Language
Arts and Social Studies teacher. I joined the classroom through the teacher preparation
program Teach for America. When I began my role as a 5th grade teacher, I was
disheartened after reading the social studies curriculum. The social studies curriculum
revealed to me that Black history was not relevant nor important for 5th graders at my
school. Upon this quest of confusion, I went to the principal and told him, “I will not work
here if this is the curriculum I have to teach. I have a class full of Black and brown students
and not only is there a dearth of Black history but a dearth of latinx history.” My
understanding from my principal’s response to my concerns reveals to me that this was the
status quo at this charter school in Richmond, California. As a result, I began to formulate

34

5th grade material on Black history. Upon creating this curriculum and preparing my
instruction, I realized at every level of the school structure Black students and faculty were
invisible and ostracized. The school’s disciplinary statistics, recess detentions, and lack of
Black faculty and staff become more significant and transparent throughout the school
year. After institutional politics and colorblind racism, I decided to leave the elementary
school in Richmond, California.
The next school year, I transitioned to a private high school in San Francisco,
California. The first year at the high school, I maintained my main role of Associate Director
of Equity and Inclusion. After a year in the role, I wanted to get back into the classroom
instruction space so I picked up a part time role as a social science teacher. My main
intention was to find a way to teach Black history at the high school level. I discovered that
my institution had a course called, “The Black Experience Course.” I planned to teach this
course after the only Black woman in the social science department decided they were
leaving to a new job. When I met with our department chair, he told me verbatim, “Hey
Brian, we won’t be offering the Black experience course because we didn’t get a lot of
interest from students or sign ups, however, we do have an ethnic studies position for you.”
After one semester of teaching ethnic studies, I realized each lesson based on the
curriculum provided was expedited. There was no focus point on the historical and political
formation of Black people in the United States, even though Black people were central to
the creation of ethnic studies as a curriculum and department, they were not present
throughout the course material. Furthermore, after meeting with the department head of
the Social Science Department at my institution, I asked for the course curricula of every
course we offered at the high school. Upon perusing through the syllabi of the courses on
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US Histories & Culture, Modern World History, Race Gender, Power, Social Movements, I
realized Black history is not a necessity, nor a priority, for my institution’s educational
curriculum or graduation requirements.
I started developing a course on Black history that covered every aspect of the A-G
Requirements students are required to have to graduate high school. The beauty of Black
History is its richness in every field of study. Black history cannot be separated from any
course covering anthropology, philosophy, government, economics, psychology, social
movements, and US history. The course covers the historical situatedness of Blackness at
its inception with White supremacy in the United States. It covers the creation of race as an
ontological and epistemological tool of difference to ensure and maintain dominance. It is
important to note, while this course focuses on the ongoing project of White supremacy as
central to understanding part of Black history, the course also examines the power of
resistance, storytelling, and imagination of Black people in the United States over time and
space. The course illustrates Black collective agency, political literacy, and ontological
knowledge through resistance. The course examines a variety of laws and social
phenomenon over the past few centuries that were central to crystallizing social, political,
economic, environmental, educational disparities among Black people in the US.
After developing this course and presenting it to my department head, he
committed what I call White check listing, which I define as the ways in which White people
analyze their systems and practices in strategic ways to obscure the ways in which equity is
denied, absent, or void. Through every week on the syllabus I discussed, my department
chair would say: “Nice Brian, you should know we already have this in these courses. If you
want to see a lesson plan, or talk to a few teachers let me know, and I can set that up.”
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The department chair had this sentiment for every single week of the course I have
designed for this field project. While this may be the case for courses at this institution, the
underlying message is clear: “We are already doing this at the school so this course is not
necessary. Black history is not something that just gets plugged in and accounted for in the
name of diversity.”
Through institutional jumping jacks and positional politics, the department chair
asked me to take another approach to presenting this course to the Assistant Principal for
Academics, because of our Assistant Principal’s propensity to favor night classes and
flipped courses. A flipped course is essentially a blended learning course that’s online for
the majority of the course wherein students learn course content at home and learn
concepts in school. While this sounds good in theory, I felt this is what White supremacy
does. White supremacy creates a context where not only does a course on Black history—
which is central to and is U.S. history—have to be taught insolation from the school
curriculum, but rather also has to be learned away from the location. Black history should
not be peripheralized while White history is centered in a world governed, operationalized,
and cemented by White dominance.

The Project
This field project is a central part of my larger project I will pursue as I continue my
doctoral studies at the University of San Francisco’s School of Education. The core of this
project is a comprehensive course curriculum for a Black history class to be implemented
at any high school domestically, or internationally, with English as the language of
instruction. This course with assignment modifications can also be taught for
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undergraduate students as an introduction to African American history. This course
provides a broad overview of Black history in the United States as it relates to movements,
culture, institutions, and education. The assignments outlined in this course are rigorous
and thought-provoking while giving students conceptual and theoretical frameworks to put
local issues and geography issues on domestical and international levels. The full course
syllabus can be found in Appendix A of this Field Project.
The course is outlined in three critical parts, with each extending to the next section
and culminating paper. Part 1 of this course will allow students to examine the genealogy of
Black history and White supremacy. In this section of the course, students receive the build
on to prior knowledge of the foundations of racism and White supremacy as well as
understand notions of resistance and social mobility during slavery. As the first assignment
of this course, students will take what I call, the colonial umbilical cord test; this test would
be designed for students to get a holistic view of where they fall on the scale
coloniality/decoloniality as it relates to understanding of Blackness, world-view, nature,
class consciousness, and materialism. This course is premised on the belief that students
must be given educational curriculum that centers Black movements and historical figures
that have sought to challenge White supremacy as part and parcel of American History.
Part 2 of this course will enable students to learn how Black people used the law,
and agency to ensure the understanding of legal structures for protecting and defending
human rights. The lack of history curriculum that specifically highlights historical and
contemporary Black political praxis contributes to the global misunderstanding of Black
agency. During this section of the course, students will closely examine laws and
institutions that made Black oppression possible. While learning about these human right
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violations, students will learn what institutions and leaders are responsible for
exacerbating Black life, education, wealth, and ontological. This is an important intellectual
and conceptual shift to center a course on Black history at the center of Human Rights
Education (HRE).
Human rights education, as articulated by The Advocates of Human Rights is
learning that develops the Knowledge, Skills and Values of human rights with the broad
goal of building a universal human rights culture. In other words, students should be
aware of the issues, concerned by the issues, and capable of standing up for human rights.
Human rights education will move students from understanding human rights concepts to
examining their experiences from a human rights perspective and incorporating these
concepts into their personal values and decision-making processes.
Table 1: The Advocates for Human Rights
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Monisha Bajaj, a scholar in the field of Human Rights Education, discusses the
different ideological outcomes of Human Rights Education. Bajaj (2011) notes HRE for
Transformative Action reflects a politically radical approach to the analysis of historical
and present conditions and the need for action to rectify the often-wide gap between
current realities and human rights guarantees. HRE for Transformative Action is implicitly
and explicitly concerned with relationships of power (p. 490). It is important to center a
course on Black History within this context because the course goes beyond the curriculum
in moving students to a space of social justice and activism. Using a HRE based approach to
this Black history course, Part 3 of the course, will include an in-community analysis.
Throughout this part of the course, students will travel to different areas of in the Bay Area
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or chose a specific Black community in the United States to examine human rights
violations affecting Black residents. Students will investigate educational, environmental,
political, housing crisis, social, and economic disparities in regions throughout the
particular city. While learning about these human right violations, students will learn
who/what companies is/are responsible for exacerbating local disparities.
Part 4 - the culminating project of this course - will involve a culminating paper
discussing a human rights issue regarding a Black community in the United States. Students
will examine the historical formation of the problem, where it has its inception, and where
the problem has been exacerbated. Students will use Critical Race Theory as a frame work
to describe the problem. Furthermore, students will use local, state, and international laws
to discuss what rights local Black people, groups, and organization can use to address the
issue. Upon reviewing and critiquing laws, students will argue whether the problem within
a local context will be resolved or perpetuated and provide
local/state/national/international recommendations.
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CHAPTER IV
Recommendations, Conclusions, Beyond this Field Project
The necessity for a course curriculum on Black History, White Supremacy, and Institutional
Racism is needed now more than ever. For schools and educators doing anti-racist work
there must exist a space wherein the dominant narrative is dismantled, debilitated, and
destroyed. Teaching a course like this is a step toward justice, a step toward the right to
education, and a step towards increasing awareness around historical inequities and its
contemporary manifestations. Teachers teaching this course will have to critically engage
with themselves as this course demands epistemological, ontological and pedagogical shifts
to occur given the depth and reality of the information and theoretical frameworks. As bell
hooks (1994) puts it in her book Teaching to Transgress:
To educate as the practice of freedom is a way of teaching that anyone can learn.
That learning process comes easiest to those of us who teach who also believe that
there is an aspect of our vocation that is sacred; who believe that our work is not
merely to share information but to share in the intellectual and spiritual growth of
our students. To teach in a manner that respects and cares for the souls of our
students is essential if we are to provide the necessary conditions where learning
can most deeply and intimately begin. (p. 13)
As the creator of this course, I designed this syllabus in a specific and intentional way to
highlight Black history over time and space incorporated in Black history because of its
conterminous underpinning with White supremacy and its impact on Black life must be
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studied over this time period. It is my hope that my syllabus is borrowed and embraced
widely to fit the needs of schools looking to add a course on Black History to their current
course offerings, a school looking for a place to start in the work of anti-racism and equity
and inclusion. It is my expectation that students and teachers participating in and teaching
this course will acquire awareness about human rights violations that have taken place
historical and currently building the knowledge, agency, and community orientation to act
upon such violations in the name of love, justice, and peace.

Recommendations
Recommendations for Teachers
Implementing/reimplementing a Black History course that deeply interrogates
White supremacy and institutional racism into a high school setting is an action toward
anti-racist education as well as the practice of creating a culturally sustained pedagogy.
Alim and Paris (2017) in their theorizing of Culturally Sustaining Pedagogy (CSP) call for
schooling to be a site for sustaining the cultural ways of being of communities of color.
Culturally sustaining pedagogy for Black students redesigns curriculum and instruction
that caters to the specific needs of Black students. It is important to note, we must cater to
the specific needs of each and every Black student. A culturally responsive pedagogy does
not approach Black students from a deficit perspective, but rather fully encompasses the
strengths of each and every child. While Bay Area High School is not a pre-dominantly
Black school, according to the 2020 student population data, self-identified Black students
and self-identified biracial Black students only represent 5% of the student body out of
nearly 2000 students.
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An educational curriculum should not just incorporate Black history dates for the
sake of aligning with common core standards, nor simply include important Black
historical figures for kids to romanticize, but rather to facilitate problem-posing
discussions and theoretical frameworks for Black students to utilize in understanding the
systems that affect their existence and ways of resistance. Furthermore, a culturally
sustaining pedagogy for Black students should not have Black students memorize or
regurgitate information, rather, it should allow Black students to reflect on the information
and make it applicable to the different facets of their life. Freire (1972) notes this type of
banking education is focused on changing the consciousness of the oppressed, not the
situation that oppresses them which requires liberatory forms of education.
Nasir (2012) notes a focus on racialized identities in school settings is an important
aspect of understanding how power and privilege are reproduced in such settings (p. 5). To
that extent, as the school setting operates as a terrain for Black students to navigate the
racialization process, and school curricula are also explicit in reifying who and what Black
people should see themselves as. As Nasir (2012) notes, when young people ask the
question, “What does it mean to be African American?,” the world provides a set of answers
rooted in long-held stereotypes about African Americans (p. 23). Part and parcel of these
stereotypes, Black people in the context of history curricula are not seen as political agents
actively resisting White supremacy. Teaching students about the processes in which Black
movements mobilized in a racist social terrain give students conceptual and social
frameworks to orient around through present-day state violence and new ontological and
epistemological foundations to work through. While all Black history in the United States is
political and important, I argue school history curricula—at minimum—must incorporate
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aspects of the Freedom Schools4 not merely because of the rich Black history, but rather, to
examine their approach to Black education. The course in this field project seeks to do that.
The Freedom Schools were an apt description of Black political literacy realized. The
freedom schools offered poor Blacks and community members political literacy skills and
frameworks for critique. When the citizenship schools formed, it was critical to create a
second step political education because people understood what to do because of what
they were told to do but didn’t have the political education and the understanding of what
it means to vote so they decided to team them what the ballot means (Payne et al., 2008).
This entailed teaching people how governments functioned on the local, state and federal
levels and how to use newspapers to follow current events (Payne et al., 2008). A powerful
component of the freedom schools was the basic literacy lessons to designed to teach
concepts of citizenship.
The course developed in this Field Project aligns with the spirit of Freedom Schools
of previous eras, and argues Bay Area High School needs to implement and sustain a course
on Black History Education course as a graduation requirement for all seniors. This honors
course will be designed with a problem-posing pedagogical framework that fosters a
horizontal approach welcoming student participation as free thinkers and actors within
The Freedom Schools of the 1960s were part of a long line of efforts to liberate people from
oppression using the tool of popular education, including secret schools in the 18th and 19th
centuries for enslaved Africans; labor schools during the early 20th century; and the Citizenship
Schools formed by Septima Clark and others in the 1950s. The Freedom Schools of the 60s were
first developed by the Student Nonviolent Coordinating Committee during the 1964 Freedom
Summer in Mississippi. They were intended to counter the “sharecropper education” received by so
many African Americans and poor Whites. Through reading, writing, arithmetic, history and civics,
participants received a progressive curriculum during a six-week summer program that was
designed to help disenfranchised African Americans become active political actors on their own
behalf (as voters, elected officials, organizers, etc.). Nearly 40 freedom schools were established and
they served close to 2,500 students, including parents and grandparents. Sourced from the Civil
Rights Teaching section of the Teaching for Change website, see here.
4
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their world, with an eye toward the development of critical thought (Darder, 2018). This
course takes a holistic approach to education that prioritizes Black voices, critical thinking,
and civic and community engagement. It is recommended that teachers of this course read
the materials fully and be grounded in theories of problem-posing education and critical
pedagogies, as well as in Black history.

Recommendations for School Administrators
School administrators have a moral, ethical, social, and rights-based responsibility
to ensure students feel seen, valued, appreciated in all areas of a school. Including the
curriculum. Nieto (1996) points out that the curriculum (both the expressed and the
hidden) used in most schools is racially biased. Furthermore, Murray and Clark (1990)
found eight forms of racism operating in U.S. schools: insensitive or hostile acts, biased
application of harsh sanctions, inequality in the amount of teacher attention given, biased
curriculum materials, inequality in the amount of instructional time provided, biased
attitudes toward students, failure to hire educators and school staff of color, and denial of
racist actions. While this field project focuses on the implementation of a Black history
curriculum at Bay Area High School, this issue stems deeper based on historical and
institutional practices of racism, colorblindness, and privilege. While the institution has
well-equipped staff to create a curriculum on Black history, Asian history, and Latinx
History, it cannot fall victim to the same excuses for the lack of implementation.
The moment after the killings of George Floyd and Breonna Taylor, two Black people
in the U.S. were killed by police officers the world shifted. While many people focused on
the cop kneeling on George Floyd arrest as a form of justice finally being served, we cannot
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overlook the loaf for the crumbs. An afro-pessimistic approach to state violence against
Black bodies would disagree. Wilderson (2020) contends:
The discourse goes that if someone innocent is killed, an individual (the villainous
cop) must be held accountable as a solution to this so-called injustice. The structural
reality of anti-Black violence is completely obfuscated and justice is mistook as a
concept independent from anti-Blackness. Discrimination is indeed tragic, but
systematic dispossession and murder is designedly more—it is the justice system—
and no amount of imprisoned cops, body cameras or citizen review boards will
eliminate this. (p.12)
Wilderson (2020) is articulating how state violence and anti-Blackness are historically
situated and must be considered despite forms of justice regarding police brutality. There
are several points that can be made here about anti-Blackness and policing paralleling
slavery and slave patrolling, the point is linking this comparison to Bay Area High School’s
approach to diversifying their curriculum. When the late Breonna Taylor and George Floyd
were murdered by police, interest convergence reigned supreme in the United States.
Companies and institutions that practices racism, anti-Blackness, and discrimination
towards Black people were articulating an anti-racist inclination.
Hoag (2020) argues a major motivating factor for many White peoples’ actions and
corporations’ pronouncements against racism was not to advance Black equality. Rather, it
was the realization that the nation cannot maintain its economic, political, and social
superiority over the rest of the world while remaining silent about anti-Black racism in
America. Our institution did the same thing. In our institution rushed to write letters
expressing our stance about the murders of Breonna Taylor and George Floyd, our stance
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that we as an institution believes Black Lives Matter, and rushed when the community
expressed concerns about many of the issues Murray and Clark (1990) articulate about
how racism functions in school systems to gather all of the courses that included the topics
of Race, Privilege, Ethnic Studies, Social Change movements and global cultural studies.
This form of White check listing presents institutions with several challenges. This is a
clear indication that there is much work needed on all levels of schools. While there are so
many approaches to take to recenter racial justice in Bay Area schools, I believe creating
this new course is the best approach to making progress in such short time for Bay Area
schools.

Conclusion
This problem-posing pedagogy entails a horizontal approach that welcomes student
participation as free thinkers and actors within their world, with an eye toward the
development of critical thought (Darder, 2010). This type of curriculum, as Sleeter (2015)
notes, teaches an understanding of the nature and manifestations of all forms of social
oppression; provides strategies for intervening in oppressive situations; and seeks to
facilitate a living and learning environment for development of liberatory thinking and
action.
This project has the unique opportunity to transform the experience of any
classroom adopting this as well as the educator. This course focuses on understanding
systems of oppression through the lens of Critical Race Theory, Black Critical Theory, AfroPessimism, and Human Rights Education. To advance this project further, the course shows
the necessity of telling Black counter stories, Black history, and Black agency as it relates to
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social justice and efforts to resist White supremacy and institutional racism. A course like
this will open up a school to a new way of showing up emotionally, physically, socially,
financially, educationally for Black students at various institutions. This course is not
successful without the intense study of the educator adopting it. This course is not a plug in
and go. This course is not a course for institutions to highlight in the name of recruiting
Black students to their institutions or for diversity purposes, but rather, this course is and
is intended to be emancipatory for each and every child and educator adopting it to its
entirety. Lastly, adopting a course like this will call students to be human rights activists
not only fighting for Black people but fighting for everyone struggling in a world of racism
and White supremacy.
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Appendix A
Course Syllabus
Black History, White Supremacy, Institutional Racism
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Course Title: Black History, White Supremacy, Institutional Racism
Instructor’s name:
Number:
Email:
Office hours:
Course Description:
This senior level honors course survey course examines racism and White supremacy as
cultural, institutional, political and economic processes that shape contemporary social life
in the United States. It provides an historical overview of the roots of White supremacy
with an in-depth analysis of U.S.-based White supremacy. This course uses Black history in
the United States as a reference point and framework for understanding White Supremacy
in the United States over a 300-year period.
This course particularly highlights understandings of Whiteness from the progenitors of
the racial construct, while simultaneously centering Black epistemologies and ontological
experiences. Students will develop a deeper understanding of how race, power, institutions
shape White supremacy and White privilege; racism as a structural development that
contours and confines opportunities of Black people; and the extensive tradition of
resistance that Black people have established to challenge these social, political,
environmental, and economic disparities.
Course Objectives:
By the end of the course, students will:
• develop an analytical understanding of race, racism, Whiteness, and White
supremacy as cultural and political developments that contour present-day U.S.
political culture;
• develop an understanding of the fundamental theoretical concepts that are
indispensable to the study of Whiteness and White supremacy;
• understand the Black resistance to the structures of racial capitalism in the United
States.
Required Texts
Hine, D., Hine, W., & Harrold, S. (2013). African Americans: A concise history, Combined
Volume 5th Edition. Pearson.
Reynolds, J., & Kendi, I. X. (2020). Stamped: Racism, antiracism, and you. Little, Brown
Books for Young Readers.
Douglass, F. (2016). Narrative of the life of Frederick Douglass. Dover Publications.
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Ko, A., & Ko, S. (2017). Aphro-ism: Essays on pop culture, feminism, and Black veganism from
two sisters. Lantern Books.
Abdelfatah, R. (2021). Remembering Bayard Rustin: The man behind the March on
Washington [Audio Podcast] NPR.
https://www.npr.org/2021/02/22/970292302/remembering-bayard-rustin-theman-behind-the-march-on-washington

Course Assignments:
1. For each of our readings, write a 400-500-word summary that covers the main
points of the article. In addition, students will also bring in at least two quotes from
the readings connecting their feelings, experiences, and connections to out of class
material.
2. Following each documentary seen in class, a brief 400-500-word response paper
drawing on course concepts, thinking process, and personal experiences.
3. Quizzes on course materials that include multiple choice, short answer, and long
answer questions.
4. Final synthesis paper: 12 -15-page APA 7th Edition style critical reflection paper that
integrates course topics and concepts, incorporate at least 8 of our readings and/or
documentaries.

Grading
Attendance/Participation
Quizzes
Reflections from Readings/Documentaries
Mid-Term
Final Paper

5%
20%
15%
25%
35%

Course Materials
iPad, fully charged, with current, valid logins for Google Apps for Education and Canvas
(URL: canvas.siprep.org)
Specific apps: Lockdown Browser (iOS link, and/or laptop app), Notability, Apple Pages
app, and Google Docs, Sheets and Slides apps
In addition to the digital materials above, you will need in class, each day:
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Pen
Pencil
Composition book dedicated to African American History (e.g. standard composition book
or Moleskine).
Students will frequently need headphones for class as well. Those who do not own a pair
can either move to the hallway to watch the assigned video or listen to the assigned audio,
or they can borrow headphones from the library. The need for in-class headphones will be
announced the day before.
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Student Expectations
I have two prevailing expectations of you:

Be Respectful
•
•
•
•
•

Be thoughtful
Welcome and examine opposing views
Support your classmates
Use appropriate humor
Be honest with me in our interactions

Be Responsible
•
•
•
•
•
•

Give your best effort in all that you do
Don’t be a passive learner
Stay in communication with me
Manage your time well
Follow classroom directions
Adhere to SI school rules

I am not immune from your expectations; here’s What You Can Expect from Me:
• I am committed to your success
• I am enthusiastic about exploring Ethnic Studies with you
• I will be clear and honest
• I will communicate assignments, information and grades in a timely manner
• I will welcome your feedback

Academic Integrity
In the social sciences, there is no greater sin than passing the work of another off as your
own. You are responsible for understanding what constitutes cheating (see Student/Parent
Handbook.) Any student cheating on an exam or plagiarizing work will be given a zero for
that assignment, and the matter will be passed to the Dean’s Office for further disciplinary
action. If you did not complete an assignment, it is far better to discuss this with me than to
try and plagiarize someone else’s work or cheat.
During these pandemic times, with so much work being done online: please be very
careful about doing all of your own work.
On a related note, students are reminded that the school’s Responsible Use Policy is
enforced in this class. That is to say: do not play games during a learning activity.
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Dialogue Principles
The following norms for classroom discussions and any interactions with fellow classmates
will be explained during the first week of class, and will be reinforced regularly. Taking
these to heart will serve you well throughout your life:
1. Use “I” Statements
2. Listen to Understand vs. Listen to Respond (while doing this accept the speaker’s
viewpoint as true for her or him. Step up and step back)
3. Manage both “intent” and “impact”
4. Lean into discomfort. Be willing to have tough, candid and caring conversations.
5. Challenge ideas, not individuals
6. Be willing to admit mistakes and areas where you need to grow. See this as a
catalyst for learning.

Student Well-being
Your well-being is of primary importance to us. If you are facing any challenges related to
your physical or mental health, or obstacles like food security or housing insecurity, please
do not hesitate to reach-out to us. We can help.
This might involve food security or housing security (i.e., not having enough to eat or
not having a regular place to sleep). If this applies to you or another student at SI,
the Deans can help.
This might involve an issue of mental health (e.g., distress, anxiety, depression,
disordered eating, or self-harm). If this applies to you or another student at SI, any
counselor can help. If needed, San Francisco Suicide Prevention has excellent
resources as well.
Though the Deans or the counselors are primarily responsible for organizing the school’s
resources to help students in need, if you’re uncomfortable speaking to them or initiating
contact, please email or talk to one of us. We can help.
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Course Readings
COURSE READINGS
Part I: Foundations
Week 1: What is race?
Date
Questions/Concepts
What is race? What is racism?

Readings
Course introduction, review syllabus.
Omi, M & Winant, H. (1986). Chapter 4. Racial formation
in the United States. 103-136. Routledge.
Hine, D., Hine, W., & Harrold, S. (2013). African
Americans: A concise history, Combined Volume 5th
Edition. Pearson. Africa Ch. 1-2)

The Creation of Race
Slavery
Transatlantic Slave Trade
Johann Blumenbach
Carl Linnaeus
François Bonaire

Letter to the Portuguese King João III, 1520
Excerpt from The life of Olaudah Equiano
Kendi, I. X. (2016). Stamped from the beginning: The
definitive history of racist ideas in America. Nation Books.
Rediker, M. (2011). The slave ship: A human history.
Penguin.
Fields, K., & Fields, B. (2012). Racecraft: The soul of
inequality in American life. Verso.

Week 2: Colonial America, Racial Capitalism, White Supremacy
Date
Questions/Concepts
Readings
Settler Colonialism
White Supremacy Codified in Law
Racialization of Slavery
Racial Capitalism

17th Century Virginia Laws on Race
AA, Chpts. 3 and 4
Goetz, R. (2016). Baptism of early Virginia: How
Christianity created race. Johns Hopkins University Press.
Fields, B. (1990). Slavery, race and ideology in the United
States of America. New Left Review, I (181). 1-24.
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Robinson, C. (1983). Black Marxism: The making of the
Black radical tradition. University of North Carolina Press.

What happened to indentured
servitude?
What is Settler Colonialism?

Glenn, E. N. (2015). Settler colonialism as structure: A
framework for comparative studies of U.S. race and
gender formation. Sociology of Race and Ethnicity, 1(1),
52-72.
https://doi.org/10.1177/2332649214560440

Bonds, A., & Inwood, J. (2016). Beyond White privilege:
Geographies of White supremacy and settler
colonialism. Progress in Human Geography, 40(6), 715733. https://doi.org/10.1177/0309132515613166

Week 3: Enlightenment Period, Revolutionary War, Thomas Jefferson
Date

Questions/Concepts

Readings

Liberalism,
Enlightenment
John Locke, Thomas Jefferson,

Kendi, I. X. (2016). Stamped from the beginning: The
definitive history of racist ideas in America. Nation Books.
AA, Chpts. 5-6

In-class: Quiz #1
Revolutionary War
Declaration of Independence
Independence for who?
Week 4: Black Revolution
Date
Questions/Concepts

Readings

What did the war mean for enslaved and Kendi, I. X. Stamped from the beginning: The definitive
free Black people?
history of racist ideas in America. Selected Chapter.
The founding of the country

DuBois, L. (2020). The revolution that gave birth to Haiti.
Forum for Scholars and Publics at Duke University.

The Haitian Revolution
Nasheed, T. (Director). (2017). 1804 hidden history of
Haiti [Film]. King Flex Entertainment.

How did the founding of America and the Jefferson, Notes on the State of Virginia
new laws perpetuate racism and White
supremacy?
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Northwest Ordinance of 1787
Naturalization Act of 1790

Week 5: Antebellum Africa America
Date
Questions/Concepts
What does freedom mean?

Readings
(AA, Chpts. 7, 8, and 9)

In-class: Quiz #2
Abolitionist Movement
Paternalism
Cotton as King

Week 6: Black Agency, Pre Civil War,
Date
Questions/Concepts
Does black participation in war grant
freedom?

Readings
The Civil War (AA, Chpts. 10-11)
Mississippi’s Secession Declaration

How did Black people use the
Contraband Act to their advantage?

Week 7: The War for White Supremacy, Black Militancy
Date
Questions/Concepts
Readings
What does states’ rights mean?
Did Abraham Lincoln emancipate the
enslaved African people?

Lincoln and slavery: “If I could save the union without
freeing any slave, I would

The Confederacy
Fugitive Slave Act 1850

What to the slave Is the Fourth of July? Speech by
Frederick. Douglass

Week 8: The First Reconstruction
Date

Questions/Concepts

Readings

13th, 14th, 15th Amendment
Black Codes

(AA, Chpts. 12-13)
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Convict Leasing
Reconstruction
Ku Klux Klan
Share Cropping

Pollard, S. (Producer & Director), Bernard, S. (Writer)
(2012). Slavery by another name [Film]. PBS Distribution,
Cell, J. (1982). The highest stage of White supremacy.
Cambridge University Press.
https://doi.org/10.1017/CBO9780511471049

What does it mean to be free?
Film: America after the Civil War....Reconstruction Pt 1 &
What did freedom look like for free Black 2
people after the Civil War
https://www.youtube.com/watch?v=97JqxwjTuf8

Mid-Term
Week 9: Spring Break

Week 10: The Nadir Period
Date
Questions/Concepts
Compromise of 1877
Segregation Codified by Law
Changes to Southern Constitutions
White Supremacy in the North v South
In-class: Quiz #4

Readings
AA, Chpt. 14 and 15;
Reading state constitutions of southern states from 1890
– 1902
Hahn, S. (2003). A nation under our feet. Harvard
University Press.
Krantowitz, S. (2000). Ben Tillman and the reconstruction
of White supremacy. University of Carolina Press.

The Nadir Period
https://www.youtube.com/watch?v=ZYOdjtZMNfI

Week 11: Black Life and Culture
Date
Questions/Concepts
New Negro

Readings
AA, Chapt. 16
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Week 12: Black Life and Culture Continued
Date
Questions/Concepts
Red Summer
WWI

Readings
AA, Chpts. 17, 18

Great Depression, New Deal
AA, Chpt. 19
Interpreting Laws and Policy that shaped
segregation:
Farmers Home Administration
Social Security
Minimum Wage Laws
Home Owner’s Loan Corporation

Week 13: The Seeds of Revolution
Date
Questions/Concepts
Double Victory
The Cold War and Early Civil Rights

Readings
AA, Chapts. 20- 21
President Eisenhower’s address on Little Rock

GI Bill, WW2, White Flight

Week 14: Postwar Freedom Struggle
Date
Question/Concept

Readings

Civil Rights for who?
Freedom Riders film See here:
How did black movements shift from
https://ca.pbslearningmedia.org/collection/frriders/
fighting for human rights to civil rights?
Freedom Riders film
Week 15: The second reconstruction, Black Power Movement, Black Radicalism
Date
Question/Concept
Readings
The Second Reconstruction
The Emergence of Black Power
COINTELPRO

AA, Chapts. 21-22

Interest Convergence

Bell, D (1980). Brown v. Board of Education and the
interest-convergence dilemma. Harvard Law Review,
93(3), 518-533.

Nelson, S. (Director). (2015). The Black Panthers:
Vanguard of the revolution [Film]. Firelight Films.
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Interest convergence & campus diversity - Prof. Gloria
Ladson-Billings
https://www.youtube.com/watch?v=5jzknQCBnwc
Derrick Bell on interest convergence
https://www.youtube.com/watch?v=jGEFZyIbnl8

Week 16: The New Jim Crow
Date
Question/Concept

Readings

Prison Industrial Complex
Neoliberalism

Alexander, M. (2012). The new Jim Crow: Mass
incarceration in the age of colorblindness. Revised
edition. New Press.

In-class: Quiz #7

Duvernay, A. (Director &. Producer). (2016).13th.
Documentary [Film]. Kandoo Films.

White Supremacy and Law
War on “Drugs”
Neoliberalism

Cretton, D. (Director). (2019). Just Mercy [Movie]. Warner
Bros.
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